Abstract
Introduction: Philosophical questioning in education
The discussion about the nature of education has been enriched in recent years by new perspectives. Since education is universal and necessary, it implies meeting the needs of living beings, of training all of the subjective and social capacities of a person. Education, in fact, may be the most important and widespread ìartî, in the sense of a continuous work in progress in which persons learn how to live on and in the world. But education is an art also because it is the way of an unfolding of the complex and singular aspects of the individual and explore the limits of human capacity. Some of the most important educational values include: moral development through recognition of values (Aramaviciute & Martishauskiene, 2006) , comprehension of other people, identification with others, development of spiritual manifestations and modalities (Belousa, VanaÏele & Jur‚ne, 2006: 7; Iliko & Kokina, 2003: 11-12) , social recognition (Cortella, DOI: 10.2478/v10099-009-0001-x 2003; Tuinamuana, Burnett, Dorovolomo & Koya-Vakaíuta, 2006: 332) , openness to the transcendence of nature, humanity, and God. Education then, in its deepest sense, means not mere teaching fragmented cultural content, but implies a more spiritual calling that is directing to the integral development of the individual and his/her cultural linkage with the socio-historical community. Aware of this task, educational practice has recently faced many new questions and has accepted contributions from different sciences, including sociology, psychology, history, and even economics. But one of the most ancient and radical contributions to education has been provided by philosophy. The peculiarity of a philosophical questioning in pedagogy is twofold. On one hand, if it is considered as a science of Being (ontology), particularly in its human ìregionî (as a philosophical anthropology), philosophy explores some common fields with pedagogy. On the other hand, philosophy, considered as a precise intellectual investigative attitude, can be used to reflect upon any experience and applied to any field.
As a starting point for this study, a specific philosophical conception is presented as a ìphilosophy of actionî, according to Maurice Blondel, in order to show that it can provide a discussion on the aims and processes of teacher education with a solid foundation in a culture that is characterised by the continuous and predominant notion of ìlifeî. The chronological distance between the Blondelian work in this part of the discussion, and the reflection on oriented teacher education on the other is assumed here as another element to solidify sustainable education, all while employing a philosophy of action.
Conditions and resources of action: An onto-anthropological ground for educational responsibility
The theoretical conception elaborated by Blondel in his work LíAction (1995) is remarkable because of its anthropological complexity and wholeness. In this brief study, it is impossible to take adequately into account all the nuances and passages of his philosophy, as our first interest here is simply to outline the framework of his conception in order to develop its virtual consequences on the pedagogical issue of teacher education.
However, some essential elements of Blondelian theoretical grounds can be presented in order to introduce our following interpretation. His main aim is to analyse human reality and its ontological relation to nature, other men, and Being. The original element of this attempt, not different in its intention from the traditional one, but original in its results, is the delineation of the ìnucleusî of subjective life not simply in ìbeingî but, more radically, in ìactingî. This idea leads to a complete reformulation of the ontology of life, conceived as the real propulsive centre of the dynamism of being. Hence, action is considered not merely as the efficient result of an individual desire, but as a radically free source of personal and social transformation, which offers, in singular life, orientation and substance of an intrinsic tension to ontological fulfilment. This new action-based metaphysical perspective leads also to a rediscovery of the role of freedom in configuring the being and, at the same time, to a sort of ìcompatibilismî with causal natural determinism, not opposed to human freedom.
The peculiar characteristic of this philosophy is that it focuses on the problem of human existence from the point of view of the primacy of life (Blondel, 1995: 556) . This means, above all, reconsidering all forms of existence in a dynamic and organic way, at the antipode of an abstract use of intellect and of an intellectualistic vision of human praxis (Blondel, 1995: 216) . Going deep into the study of life, we notice that life is action (Blondel, 1995: 505) . As a matter of fact, this starting definition inaugurates a new attention to life as something completely different from the mere mechanistic sum of parts or ìatomisticî interaction between elements. Life is, rather, the always new, original, and fecund process of unfolding of energies and tendencies, which ñ for their intrinsic law ñ look for a fulfilment. But this can be realized only as a synthesis of the constitutive energies, then as a synergy: ìin the action there is the systematic conciliation of forces, the cohesion of tendenciesî (Blondel, 1995: 214) .
This idea means more than a simple epistemological pragmatism or a dynamic vision of life. In fact, there is no unilateral exaltation of praxis at the detriment of a complete understanding of all contemplative, ethical, and metaphysical powers of subjectivity. On the contrary, this consideration highlights one of the main critical elements of Blondelian philosophy of action that is the criticism of the positivistic and instrumental approach to spiritual and transcendent peculiarities of human subjective and social life (Blondel, 1995: 512) . For these reasons, this perspective can highlight the right possible direction for education, as we would like to show here. In fact, if being is life, and life is an active realisation of the synergy between the self and the interior and external energies, then education, as the art to gain human fulfilment, must be directed to the realisation of such synergy.
Moreover, in agreement with the ideal of sustainability, along with giving major importance to organic, active, and creative original syntheses, also provides for an actionbased philosophical approach that emphasizes the importance of that particular relation in which the living and acting individual is with nature. Nature here implies the living interaction of energies, not simple coexistence of separate elements: therefore it can be seen not as the sum of materials and instruments of human exploitation, but a living complex of forces, a ìjunctionî of tendencies which create and re-orient the endless directions and potentialities of life (see also SalÓte, 2002) .
From this point of view, rethinking reality as a living creative process, Blondel implicitly finds the criterion of authentic action in constant ìtouchî with the conditions that configure a harmonious fulfilment of even contrasting tendencies. Therefore, such a vision of life, conceived as a system that continuously develops, changes itself, and proceeds towards more complete and wide syntheses, can help us think correctly about the responsibility that fills human subjective and social action. In fact, action here is conceived not as a partial segment of the subjectís life, but as the main modality through which nature itself realizes a unity of its constitutive potentialities and brings to realization its implicit developing directions. But, in human subjective life, this process acquires the new characteristic of consciousness. This means that the essence of the subjectís action requires a choice about the conditions and modalities of the syntheses to be realized.
In other words, human action, as the main modality of lifeís essence itself, becomes real and effective only through freedom: as a matter of fact, only through the active presence of a principle of original unity can a unification of different developmental directions become real, and the synthesis of organic, psychic, and spiritual energies be effectively operated in harmony with other living beings. This is in effect what Blondel calls co-energy: it is the co-operating of freedoms, as the involvement of many creative sources in the process of an actionís configuration. ìBetween the agent and his co-operators, there is a relation analogue to the finality of the members of a single organismî (Blondel, 1995: 258) . Then correct human cooperation can be understood to be the prolonging of natureís organic essence itself. Of course this principle has a strong social implication that is its moral relation to inter-subjectivity. Individual and social life is co-penetrated in the natural context (Blondel, 1934) : this co-penetration is the ontological basis of that responsibility.
Nonetheless, it is important to consider that such a synergy, which our action realizes in order to advance in being and life, includes a heterogeneous tangled kern of directions and energies, often contradictory and diverse. The ìjunctionî of forces is a whole, not harmonious in itself, or easy to put under a single form of unification. On the contrary, it is often the battlefield of different life orientations, and, in subjective existence, the interior struggle of contradictory possible ontological directions. Human action is obliged, then, to find a way in which these different, plural, multisided, and multi-fold possibilities can be included in a single movement towards a straightforward development.
If we detach these considerations from the ontological domain and ìtranslateî them into the pedagogical one, we discover that they mirror the various levels of education itself: (a) physical coordination and well-being, (b) subjective skills, intellectual capabilities, (c) creativity and creative imagination, (d) spiritual search for harmony and conscience of an ìin-nessî in the whole, (e) link with other humans, construction of peaceful co-life, (f) evaluation of personal and social action in the history of humankind. Here, in the emergent obligation of responsible action (which is possible thanks to spirituality in human life) the role and power of a responsible education arises.
Responsibility towards the in fieri person and social well-being
According to our hypothesis, it is thanks to this idea of fulfilment of life through action, suggested by Blondelian reflection, that a relevant theme for teacher education appears. In fact, action dialectic of internal problem solving, of necessary consideration and pacification of struggling tendencies, of subjective spiritual and free movement is not only socially possible or desirable, but even morally good, as the deeply rooted duties of an authentic approach to education.
We should consider here, according to a sustainability-oriented approach, that education is a sort of prolongation of life movement itself due to a twofold reason. Above all, education is the way in which a new human life acquires the greatest part of knowledge and capacity (in cultural, relational, and practical respects): this shows that education is the main modality of coherence and safety of life development. Secondly, education, seen as the instrument for spreading a socially shared form of existence called ìcultureî, is the principal tool for society to develop by promoting some practices while weakening or eliminating others. If we refer to synergy as a conscious work of unification of energies and of effectuation of the unity of the self according to the most complete unfolding of inner virtualities, then education, as a modality of human development must be conscious of this connection with natural conditions and with the exigency of their full development.
Teacher education could assume these considerations, especially concerning sustainable education. Consequently, it should pursue its role in promoting natural harmony and sustaining human development with regard to good and peaceful directions. This means underlining the need to develop and increase responsibility in teacher education (J‰ms‰, 2006; Bulajeva, DuoblienÎ & TargamadzÎ, 2004: 29; Belousa, 2002: 5) towards life in all forms, expressed in organic unconscious life as well as in conscious and free, imaginative and moral life that is peculiar to humans. This life-responsibility can be well defined as a ìbioticî attitude (SalÓte & Klepere, 2003: 45) . In fact, being a synergy of those virtualities that constitute a determined form of life, education is responsible for the creation of the life of the world. Teacher responsibility acquires a further nuance consisting in an awareness of its capacity to form a shared cultural comprehension of the potentialities of a good socio-economic-environmental development. This awareness, as it can enforce teacher education, can be articulated in greater detail.
Teacher responsibility acts on two levels. First, their work is intrinsically responsible for the human being that the pupil actually is and the man/woman he/she is going to become. This is the level that we can highlight through the expression of sustainability towards the person: education should be sustainable for all of humanity and for the particular individual. But, on another level, teacher can also contribute to social and (in the wide sense) political change, as well as the increased rights, the social quality of life, and democracy (about the role of democracy in education see Lukk, Veisson, Ruus & Sarv, 2006: 88-89) . This is what we call educational social sustainability, which is oriented toward the configuration of a personal and common better future.
Hence, from the point of view of actionís primacy, a further force of sustainable criterion for globally-oriented and individual action and formation arises; this criterion shows how to provide, on one hand, philosophical analysis with actuality and, on the other, teacher sustainability oriented education with an ontological confirmation of value and efficacy. But, if philosophy gives us a theoretical context for pointing out the aims of teacher education, we should also consider how actions can usefully and concretely suggest a way of teacher education. In the further step of our brief reflection, in which we move towards the concrete articulation of the moral-ontological perspective, we need to go beyond Blondelian work and refer to other philosophical perspectives.
The conditions of teacher education: The enlargement of personal subjective prejudices
In order to configure teacher education aims and to analyse more effective processes, it is necessary to clarify the elements of the given cultural, subjective, and historical situation on which this work is grounded. Because teacher education is the education of an adult, the first aspect to consider is the presence of an already pre-formed cultural context in the teacherís mind. Therefore, the teacher needs an intellectual attitude to face the change, which implies a cultural ìflexibilityî, a ìreadiness for changesî (Davidova & Kokina, 2002: 16; fiogla, 2002: 51) . Teachers should not become instruments in the hands of global economic demands, but professionals who actively respond to new events and social exigencies. This dynamic mindset meets the needs of sustainable education, according to what Puglisi (president of Italian national commission for UNESCO) writes: ìWe should pursue a culture of sustainability, that is an education which is devoted not to giving punctual responses to specific problems, but rather to provide young people and adults with the right instruments to face new challenges and problems in evolutionî (Puglisi, 2006: 33, my 
italics).
Then, an unavoidable condition of teacher education is represented by his/her specific earlier preparation. It is impossible to change someoneís context of ideas without making him/her compare them with pre-existent or hypothetical situations and choosing hereby the best perspective. In this regard, special attention to the teacherís philosophical attitude should be paid during education (Belousa, VanaÏele & Jur‚ne, 2006: 35) , especially to allow him/her to increase awareness of educational aims and to activate a critical approach to situations.
Taking into account the priority of working on a teacherís previous belief system brings another reflection: the passive aspect of prejudices does not exist without their necessary active aspect. Gadamer, in Wahrheit und Methode (1960) , has analysed the hermeneutical circle according to which neither enlargement of ideas nor expansion of consciousness becomes effective without a process of integration of prejudices. This process reflects the twofold statute of the condition. On one hand, a given condition is a limitation, the element that determines the nature of the entity: this aspect, reflected in teacher education, represents the passive role of prejudices in the formation of a critical approach to culture. On the other hand, the condition represents the elements that contribute to the existence of the entity. In education, previous cultural conditions mean not only a limitation but also a necessary beginning basis preliminary to the appearance and acquisition of new perspectives. So, teacher education should not present a sudden position or force the critical acquisition of new cultural contents. Instead, it should promote an active adherence to educational perspectives that promote a personal and creative integration to an individualís cultural heritage (Konsa, 2004: 20-21) .
These considerations lead directly to the recognition of teacher freedom and personal intellectual autonomy (which does not exclude, but in fact promotes social participation) that have to be constantly and fully developed during the formative process and through action research activities (Davidova & Kokina, 2002) .
The processes of teacher education: A life long performative practising of aims
To find the means to improve teacher education, we need to consider the actual aims because those concerning ethical and deontological awareness cannot be taught simply as content within a given class, detached from the other fields of knowledge and praxis. This would lead rather to a false and apparent education than to a real and shared moral competence that coincides with the deepest sense of sustainability in education. On the contrary, considering that this particular aspect of teacher education ñ the critical development of a subjective moral competence (i.e. the evaluation of the environmental consequences of action) ñ is more an attitude to ìspendî in a specific work than on a pre-determined cultural skill, it has to be taught by actual practice and experience in every formation phase. This means that the capacity to provide an appropriate education must involve the constant personal active involvement of both teacher and pupil.
This idea goes again in the direction of the priority of active education. In fact, practical and ìlivedî competences and skills cannot be taught ìtheoreticallyî, but only in their real being ñ activated and performed. This is not only the case of all communicative competences (Habermas, 1983; Pagani, 2003) , but also of the promotion of the principles of holistic mental and practical framework: integration, ecology, and spirituality meta-contents (SalÓte & Pipere, 2006: 5) can well sum up the authentic and deepest sense of a synergy with different forms of Being/beings.
The sense of a ìperformativeî interpretation of educative processes recalls the theory of speech acts (Austin, 1962; Habermas, 1983) , which grasps, in many utilisations of speaking rules, the performance of an action: this is the case when saying something, we do something. In this sense, the effectuation of an action, both in a material and linguistic way, represents, in education, the activation of a capacity, which covers a range of possibilities of human relation, material consequences, empowerment of capabilities, intellectual conceptualisations. With an enlarged use of the term ìperforma-tiveî, we mean that there is no efficient education without an actual performing of an ideal capacity or judgement. Therefore, even becoming active elements in the building of a new society and of ìeverydayî democracy (Lukk, Veisson, Ruus & Sarv, 2006) an equalitarianism is possible only if, during all self-formation, the teacher has become used to practising and implementing self-responsibility in different contexts and circumstances.
That is why, in our opinion, it is better to talk about paths rather than means and instruments of education. In fact, all means are ways-to, they are paths. But path and means differ in indicating two different degrees of precision: while path is the indication of a road, in which the walker is always engaged in a choice of direction and timing, means are fixed once for ever, and they can only be used or not, being not sufficiently open to personal configuration. In education, all right paths are not radically different from the essence and moral content of the aims: on the contrary, there is a strong ìmetaphysicalî link between the aim and the modality of its realization. The following considerations should be read in the consciousness that they mean to draw coherent paths towards morally desirable sustainable aims.
We have noticed that good teacher education is not attainable without a considering the moral and personal background of the trainees. Moreover, considering that no teacher works alone and within the context of a more or less consensual plan, he/she should be well trained in that special virtue that is ìcooperationî (fiogla, 2002: 54) . This is not only a ìvirtueî in the sense that a cooperative teacher works better and more harmoniously with colleagues and pupils, but also in the sense that a constant and precocious exercise in cooperating is the best way to realize one of the main aims of pupil education, that is the formation of social links and of a common and consensual kern of values and practises.
Moreover, work cooperation (co-labour-action) is, metaphysically, one of the explications of the virtuality of action and Being that Blondel calls co-energy: ìThere is no unity without cohesion, nor cohesion without cooperationî (Blondel, 1995: 216) . And the phenomena of co-direction of will, of linguistic formation of consensus, of converging of energies, of co-involving personal freedoms unfold a central educational virtuality. Therefore, in the sustainability approach, collaboration and cooperation should be established not on the basis of competition, but on the more ethical and useful consideration of common interest. Hence, common good should be the ìspringî to unfold all positive virtualities of educational teacher collaboration, like Blondel, who was a philosopher and a passionate teacher, wrote: ìThe purpose of education is the common goodî (Blondel, 1930: 774-775) . We could define the path of collaboration as ìuniver-salî for its possibility to be referred to every field of education and knowledge, and for its clear ethical finality. In order to realize this, the best path appears to be a precocious involvement of the teacherís evaluative capacity to understand concrete environmental problems, as well as a communicative and ethical approach to decisions about the aims.
Offering a comprehensive view of the goals and paths of teacher education is a task that goes beyond our intentions. Nevertheless, some general directories can be attained through the simultaneous consideration of both philosophical and pedagogical issues. It is impossible to rightly direct teacher education without an integral attempt to understand the totality of human subjective capacities, as well as of social and global consequences of action. Hence, a good education should aim at wholeness, comprehensiveness, and integration of curricula, thought, and action (Bulajeva & DuoblienÎ, 2005) .
